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A SCIENCE EDUCATOR'S REPORT 
Donald Rogers 
DR. DONALD ROGERS is Associate Professor, Secondary Education and Foundations, at Eastern Illinois University 
During the 1977-78 academic year, Dr. Rogers served as a visiting professor at Kaohsiung Teachers' College, 
Kaohsiung, Taiwan; his experience was a part of the exchange professor agreement developed by President Gilbert 
Fite and President Hsueh of Kaohsiung Teachers' College in 19 73 and renewed by current President Daniel Marvin on 
his visit to Taiwan in January, 19 78. Since its beginning, the program has sponsored three professor exchanges 
between Eastem and KTC, and several KTC students have earned advanced degrees at Eastern. 
I returned from Taiwan in June, 1978. I 
loved the country and the Chinese people. In 
my travels from Taipei to Kenting Park and 
from Penghu to Hualien, I was impressed with 
both the culture of the people and the beauty of 
their country. From steel making to shipbuild-
ing to ship wrecking to hydroelectric dams to 
fishing boats to furniture factories in homes, I 
was impressed with the technological develop-
ment and working skills of the people. 
The contraat of the mountain roads on the 
cross island highway and the wind-swept plains 
of Penghu; the rice paddies of the Western 
plains and the fruit orchards of Le Shan; the 
goat raising in the mountains and the fishing in 
the seas; the botanical gardens of Kenting and 
the sandstone figures of the North beaches; the 
marble cliffs of the Tarko Gorge and the wide 
dry beds of the rivers meandering to the 
Taiwan Strait, just to mention a few contrasts, 
left a lasting impression on me. The 
experience of seeing all this firsthand will 
always make the land of Taiwan and the 
progress of its people imprinted in my mind. I 
felt the fog at Hsitou; wind at Oluampi; the 
cold chill of a winter night in Changhua; the 
tossing of the waves in the Penghu Channel; 
the agony of walking to a high mountain 
village; the helplessness of man during a 
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typhoon; the loneliness of a hospital bed in 
Taipei. I think I shared both the good and the 
bad during my year there. I would be forever 
remiss if I did not mention the great variety of 
fresh and cooked foods that I encountered 
there. Taiwan is a paradise for a gourmet and I 
learned to enjoy much of it. 
I feel compelled to relate these contrasts and 
experiences to develop some of the true 
emotional feelings I have for Taiwan and the 
Chinese people. It is because of this deep 
feeling that I will be candid and honest about 
my observations, comments, and recommen• 
dations as they relate to education in the 
Republic of China and science education in 
particular. 
My observations on education are probably 
more penetrating than those regarding the 
land and the people. Their students are like 
children and young adults everywhere; they 
are bright eyed, eager to learn, curious, proud, 
ambitious, and ready to become good citizens 
of China in the 21st century. Most of them are 
quite aware of the industrial and technological 
advancements of their country, and they 
eagerly want to become a part of it, But, like 
young people everywhere, they are seeing the 
World through a different set of eyes than 
their parents and anceston did, The world of 
··• u . . Jia has brought to their m,nds ideas and 
views that are in conflict 'Vi.th what they 
encounter in the classroom .• ,.i, observation is 
that they see the contrast of many centuries in 
their country cJ1d, Jke me, are asking the 
question, "Has the education system of China 
progressed as other things that I see into the 
late 20th century? Or, has the education 
process of China remained static?" When I 
visited their sche:.-,s, I saw dull, uninteresting 
classrooms, teachers almost always lecturing, 
students repeating lessons in unison back to 
the teacher, many non~participating students 
too far behind to comprehend or to benefit 
f-rom what was taking place, cold frowns on the 
faces of teachers and students, and many 
teachers who appeared to be lackadai.sical 
toward the content and the students in the 
classrooms. Can the curriculum be so fixed 
that it cannot be molded to the needs of the 
child? Like other contrasts of their country, 
the needs and abilities of their children are 
varieci and cannot be satisfied by one type of 
curriculum or learning style. I see the primary 
goal of their free education system through the 
ninth grade as providing babysitting service 
for children ages six through fifteen. Then, I 
would say that the two secondary goals are 
providing (1) disciplinary training for all and 
(2) factual information for those with memori-
zation skills so that those students can pass low 
cognitive tests. Are these educational goals for 
developing a strong China or meeting the 
selfish needs of a few? 
My observations go further than the school, 
extending to the student out of school on the 
bus, on the street, and at home. How is he 
affected? Here I found two types: those who 
realize that they are just in attendance at the 
schools, and those who maintain some desper-
ate hope that they will be successful on the 
next qualifying test. Here, again, what a 
contrast! The students who have given up, or 
know that they have been "given-up-on" 
(students are so perceptive), are laughing, 
joking, teasing, looking for something to 
occupy their time and minds. I saw much 
potential there for great citizens of China, but 
how must they feel about what the schools of 
China are doing for them? The uncertainty of 
tneir future is making them foolhardy and 
restless. I have great concern for them and 
their future in the Chinese society. The 
relationship between them and their parents 
must be strained. I sense a sort of desperate 
air about them. 
In contrast, the students who still have hope 
of passing that next qualifying exam are 
frowning, quiet, reserved, and sort of unsoci-
able to all except close friends and family. 
Their whole life is the classroom. Some even 
travel many hours by bus or train to attend the 
so-called better schools. They study on the 
bus, as they walk, as they eat, and, more often 
than not, very early into the next morning. 
This type of student is pampered by his 
parents, held in awe by his siblings, and adds 
an aura of greatness to any family gathering if 
he ever has time to be present. I have 
difficulty imagining what developmental traits 
are being cultivated in this individual. The 
agony of any individual during this time of such 
intense concentration on one single goal, "pass 
the next test," must be incredible and 
i1,.,.possible to explain by me or to me. I imagine 
even those who experience it are lost for 
descriptive words. When the day of the TEST 
arrives, the anxiety of the individual must be 
at the pinnacle of human endurance. I 
personally marvel that the youth continue to 
endure this agony. I am sure the joy of success 
is anticlimatic for many as they ask them-
selves, "Why did I do it?" The acceptance of 
failure for the majority who experience the 
same effort and sacrifice must also be 
considered anticlimatic. It is no surprise to me 
that they commit suicide, run away from home, 
or commit other acts of family disgrace. 
It is even more amazing to me that 
thousands of those who fail then enroll in the 
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Puhsiban schools (cramming school) to go 
through the same process again. But to me, 
the Puhsiban schools are honest, even though 
legally they don't exist, in that they have only 
one goal: to train the student to pass his next 
qualifying exam. Most Puhsiban are pleasant, 
air conditioned, well-equipped, and have the 
best teaclters that money can buy, with some 
teachers earning over$l,000,000NT ($2,600 
U.S.) per month. Hence, they are very 
expensive for those who attend. Their goals, 
though honestly stated, are pursued with any 
means that results in training students to pass 
the TEST. The Puhsiban, by its very 
existence, creates a situation which breeds 
deceit and questions the integrity of those who 
teach there and those who attend. Stories are 
many about what the Puhsiban school will do to 
get the questions on the next qualifying exam, 
TOFEL test, or GRE. I am sure these stories 
are not all true, but just the fact that these 
stories exist is enough to teach the youth to 
question the morality of the system. The 
public school teachers who illegally teach there 
and the salaries that some are able to earn 
must also be teaching some lessons to the 
Chinese youth. Would the Puhsiban school 
exist without the qualifying exam? I believe 
not. 
The yardstick by which schools, including 
the Puhsiban, are measured is the number of 
their students who pass the qualifying exam. I 
have heard very few educators say that such a 
school is a good school because the students 
will he good fathers and mothers or the 
students will he good, honest factory workers 
or the students will be happy, well-adjusted 
adults. I must admit that I have heard some 
concerned educators express a need for a 
refinement in the direction their schools are 
going, but most express little optimism for 
change as long as the qualifying exams exist in 
present form. Even good learning is hampered 
in the schools because the student constantly 
asks, "Will this material he on the next 
Pqe6 
qualifying exam?" If not, the student will he 
inattentive or even rude to the teacher 
because: Why should he learn something that 
is not going to be useful in passing the TEST? 
The teaclters feel the pressure as much as the 
students. Many teach classes or tutor 
individual students in their homes at night. 
Again, this is considered marginally legal, but 
the parents, I am told, demand that the 
teachers do it. Oh, yes, most teachers get paid; 
in fact, some make more than they do teaching 
at school. The lesson in morality that the youth 
are learning from the Puhsiban. home schools. 
and other similar things must be counter-pro-
ductive to the lectures on Confucius, the three 
principles of Dr. Sun. and their home 
teachings. 
I have not said anything that most of the 
Chinese do not already know, but they were 
surprised that a foreigner could, in one short 
year, make these observations and comments. 
Indeed, most of the Chinese educators under-
stand the problem, and I know they feel a 
solution must be found, and soon! In fact, I feel 
that a large segment of their educators have 
ideas and suggestions that would be far better 
than any I could make. My words are meant to 
show what possibilities exist for change. 
Let's consider the first major problem as I 
see it: the TEST and what can he done to 
replace it or modify its hold on the educational 
system. Whenever I suggested that it be 
changed, I heard, "But how would we select 
our students for high school and college?" or 
"The TEST must be continued because it is the 
only honest and lair way we can select the 
students to go on to further education.'" I say, 
'"Ridiculousl'" to both of these. 
In the first place, a low cognitive level test 
does not seleet good students, but only those 
with good memorizing skills. The really 
intelligent and creative student may not have 
the mental discipline to force himself to endure 
such torture. In reality, many of the students 
with the best scores on the TEST lack 
personality traits or aptitudes necessary for 
the education they are forced to pursue 
because of their test scores. The ~iection and 
screening should surely involve more than one 
measure of human potential. As to the fairness 
of the TEST to all young people, I ask, "Is it?" 
Those children whose parents can afford 
private tutors, special classes, or, yes, even the 
Puhsiban are surely better represented in the 
institutions of higher learning. It is my 
understanding that, if they can afford them, 
there are private schools which will train 
students regardless of their scores on the 
TEST. Would you say the affluent population 
is getting more than its share of the education 
in Taiwan? I think so. If that is the goal, then I 
feel the TEST is the way to perpetuate this 
goal. But, in listening to what educators, 
government leaders, and others said, ! believe 
this is not their wish. I know that something 
better could be developed, and so do most of 
them. 
The second big problem that I heard about is 
money--just not enough money to educate 
those who want higher education. I realize and 
accept the necessity for national defense for 
these people, and I know that it is expensive. I 
would be the last to recommend cutting that 
expenditure. After defense, however, educa-
tion should have the highest national priority. 
.All the industrial, technological advancements 
that they make will be counter-productive 
unless they have a populace that can work and 
enjoy its advantages. The money spent on 
education in Taiwan is probably more than the 
defense budget, if you count that spent for 
public schools, tutoring, home schools, Puhsi-
ban schools, sending children abroad to study 
and other fringe educational activities. I, 
therefore, say the money is available to do a 
better job of educating all the youth of Taiwan 
who could benefit from some form of higher 
education. The question is, "Is the money 
being utilized to the extent that it benefits all 
fairly and efficiently?" I think not. If it were, a 
much higher level of education could be 
attained in China. A stronger China is, in my 
opinion, dependent on a forceful policy to bring 
about this equalization. 
Now that I have expounded on my observa-
tions, let me share a few of my recommenda-
tions with you. The Chinese should: 
l. Determine the amount of 
money now being spent on all 
types of education in China and 
utilize that amount in develop-
ing an equalized educational 
system. 
2. Reassess their national educa-
tional goals and develop a real-
istic number of goals based on 
national needs and priorities. 
The full development of every 
citizen's intellectual potential re-
gardless of personal wealth, wo-
uld increase the greatness of 
their country. 
3. Eliminate the TEST as being 
the single selection criteria for 
further education. Rather, they 
should develop a process of 
multi-measures of student po-
tential for determinlng the ben-
efits more education might have 
for national progress. 
4. Develop guidance centers for 
students and adults, so that 
they might become better in-
formed about educational and 
joh opportunities. One should 
know what vocations are avail-
able, as well as have some 
understanding of what given 
professions are W<e, should be 
or she pursue that profession. 
Teachers, especially, should be 
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plcled by aptitude and desire to 
beeameteachen, not OD a llincle 
teatocm-e. 
5. Make all pnblle aehoola 
~J,ea....,aodal 
development la u lmpanant 
today In edDeation u mental 
developmenL Belldeo, It la 
1IIU'Nllatic In tile maid-media 
worfd el today to ■eparate NHI 
for apprulmately ob years of 
th* lives. Alao, It mlpt be 
eDCOlll'qing deviate ■u bebav· 
lor which la abarply counter to 
Eutern culture. 
6. lncreue teaebeN' lllllaries 
and tNcb!ng loada at all levels, 
making It poulble for a teacher 
to work lull time at one poaltlon. 
Then, bis or ber elletli...... to 
that ■chool or endeavor wDI be 
■troag and require a lull time 
NH!llllitment. The many Jobt, 
the te■chers now bave are 
leading to medlaerity In the 
elaaareom. 
7. Up-grade teacher edneation 
at all levels; make tile require-
ments for teacher certification 
eonai■tent and applleable to tile 
level and anbject tile teacher la 
toteadi. 
8. Reqalre ■cbool administra-
tion tralnms of all ■cbool prlnd-
pals and _..tntendents. They 
ahou1d know more aboat ■chool 
carrlealum, ■cbool lndldlng, and 
teeehing than anybody else In 
tile ■cbool. Mllltary tralnms 
deem't DI Ollluily make a pad 
■cbool admlnlatntor. 
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9. ADow more fte:ubiBty In 
pablle ■cbool (1-12] eurrleulum. 
They eould destandardlze a 
little, oo tbat tbe achoo! admlni-
atratoro can vary the 111bject 
taught aa well aa the amow,t of 
material tbat baa to be taught In 
a given unit of time. Seboola 
ahou1d be allowed to meet the 
needs of the atudents rather 
than Just teach content for 
content's sake. 
10. Be more futuristic In their 
pleaning, thus stimulating the 
potential of the students for 
preparation of living In the 21at 
century. They ahould project 
where China wDI be In 15-20 
years and prepare student• to 
make China a country of the 
future. 
11. De-emphasize memorization 
aa a tool for learning. Know-
ledp la lncreaaing so fut one 
....- expect to memorize it all. 
The curriculum ahou1d provide 
high eognltive learning by atre&-
slng process aldlla, synectio 
learning, creative aldlla, and 
open-ended Inquiry. 
12. ADow atudents to accelerate 
throagb achoo!, thns taking 
advantage of genius and cbllcI 
prodlglea. Special trainms sho-
uld be developed for this rare 
atudenL 
13. Develop opportunltleo for 
higher edaeation for all dtlzena 
who would benefit from more 
education or learning by: 
a. Assessing the utilizatior. of 
ryresent facilities and increas-
ing enrollments at all schools 
of higher learning. 
b. Establishing public junior 
colleges in cooperation with 
industry an<l business. 
c. Developing land grant type 
colleges and universities in 
the mountain areas where 
students could learn and work 
to reclaim the land through 
practical utilization of some of 
that vast area. More of their 
students need work experi-
ence before they graduate 
from higher education. 
d. Establishing adult educa-
tion centers in all cities so 
that any citizen can get more 
education at any age. There 
is a great need for adult 
re-education in an industrial 
society. 
14. Teacli and develop values in 
the schools at all levels. Students 
and teachers are just memorizing 
the Eastern values. They should 
be putting into practice what 
they are teaching and learning. 
15. Make learning and teaching a 
happy and wholeoome endeavor. 
Classrooms should be designed 
with eolor and -personalitie•. 
Edncaton should strive to im-
prove the seU eoneept of all 
atudents and accentuate the po,o-
itive in people. 
16. Break the cla11mate 
atranglebold that is developed 
in the schools. The atudents 
should be encouraged to enlsrge 
their acope of frlendsbipa by 
using individual student scbedu· 
ling rather than whole clua 
scheduling for eacb eourse. The 
whole els•• acbeduling developa 
strong relationships with a few, 
but a non-earing attitude to-
ward the massea. The reaultlng 
behavior make• NationalillD, 
which is a primary goal of the 
ROC, difficult to maintain be-
cause of individual and small 
group egotism. 
The above recommendations are general in 
nature and relate to the whole educational 
process in China. They apply to science as well 
as the other content areas of education. To be 
more specific, I offer the following recommen-
dations for change in science teaching, in 
science teacher training, and in science teacher 
selection. Most of these are directly related to 
the previous general recommendations. 
1. Goals for science education in 
the Republic of China should 
develop scientific literacy in all 
the atudenta. An industrial 
nation must have citizen■ who 
can read and write the scientific 
language of today. The 80 
percent or ao of the atudents who 
do not go on to eoDege need 
relevant science education in the 
world of today. 
2. A aelenee cunieulum mnat be 
developed that la relevant to 
living in the world today. 
Rather than trying to memorize 
Page9 
all the scientille knowledge of 
today, the students ahoald learn 
the concepts and pl'ON88 aldlls 
that are neeeuary for everyene. 
Sdenee maot be a way of living, 
not jaot a body of knowledge 
that bu no application for moot 
otadents. 
3. U the TEST maot emt, the 
eontent of that TEST maot 
reflect the carriealam that the 
science teachers are required to 
teach In the duaroom. Carri-
calam changes maot be relleeted 
In the qaeotiona uked on the 
TEST. 
4. Science students In teachers' 
college should want to be teach-
ers first. It 1B a waote of mCN1ey 
training science teachen who 
will not teach alter the five year 
obligations. They should select 
teachers lint, then train them 
to be science teachen. The 
moot important Ingredient for 
tea.hen 1B the desire to teach. 
5. Some science profesaon 
should be trained opeclflcally for 
teaching In the teachers' collegea. 
They have very well-trained 
staffs, bat most are pure re-
search seieatlBts. A program of 
in-rvice or poot-doetoral train-
ing should be implemented to 
help these conscientiow, profes-
sors become more seeare in their 
desire to train science teachen. 
6. A better e:1change of ldeu 
between science profeaaora and 
education profeaaora ahoald be 
promoted. One coald he a great 
help to the other In cleveloplDg 
aignffleant science edacation .. 
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search, as well as in the acience of 
teaching and learning. More 
horizontal communication is ne-
eded In all educational Institu-
tions. 
7. They must continue to 
research the teaching of science • 
the competencies needed for 
good science teaching, children's 
intellectual development level, 
and children's learning otyles. · 
and usess if the student is able 
to work successfully in their 
industrial society. When I watch-
ed the unskilled laborers, sales-
peraons, taxi drivers, and others 
at work, I saw the failure of the 
science education program. If 
the student doesn't acquire more 
schooling, his science education 
appears to have no value to him, 
or, at least, his working skills 
don't rellect any knowledge of 
the basic principles of science. 
Most of my observations of 
college students showed very 
little skill in the practical use of 
science. This should be re-
searched to learn if the product 
I the graduate I is capable of 
scientific work. 
In closing my remarks. let me say that the 
whole educational system seems geared to 
develop walking encyclopedias and copiers. 
Scientific discoveries and inventions will find it 
difficult to spawn in the present system. If 
China is to regain its scientific leadership of 500 
years ago, it must alter or change its present 
system of science education. I see great 
potential in the vigorous youth, but the 
country's educational leadership must take 
steps to release that potential from its present 
task of memorizing facts or China's scientist 
will drop further and further behind the rest of 
the world. 
NATIONWIDE SURVEY 
OF.PRACTICES IN SELECTION 
AND RETENTION OF 
TEACHER EDUCATION CANDIDA TES 
Kathlene Shank 
DR KATHLENE SHANK 1s Associate Professor, Elementary, Special and Junior High School Education at Eastern 
lllmo1s Unrversity. Dunng the 19 7 7 • 78 academic year Dr. Shank conducted a research project sponsored by the 
Center tor Educational Studies, Dean Harry J_ Merigis, D,rector. The primary purpose of the project was to provide a 
sum mat ive framework for the formative evaluation of institutional practices in the selection and retention of teacher 
education candidates. Dr Shank directed a nation • wide survey of such practices and the following article is a sum• 
mary of the descnptive data whrch the study produced. 
In March of 1975, the National Conference on 
Studies in Teaching published a bulletin 
concerned with Recruitment, Selection, and 
Retention. This bulletin, which in essence 
stated the problem and the need for research, 
was prefaced with remarks directed at the 
nature of the employment situation previously 
and now: "For some thirty years prior to 1970, 
school districts recruited and selected teachers 
in a sellers' market .... teacher educators and 
employers can now be more selective in 
admitting teacher trainees and teachers into 
training opportunities and employment." 1 In 
reference to the state of recruitment and 
selection, this report states: "Selecting 
entrants into teacher education or into teach• 
ing jobs is now only occasionally a rational 
process; more often it is non•systematic or 
haphazard."2 The critical points of selection 
and retention were delineated by this mono• 
graph to be: at the point of admission of a 
person to a teacher education program, as 
decisions are made about retention of a person 
in a program, at the cusp of graduation, at the 
certification or licensure stag~. and the 
juncture of hiring to fill a teaching vacancy. 
Admission to teacher education, as depicted 
in the literature, is a process of utilizing rating 
scales, interviews, letters of recommendation, 
grade points and class ranks, personality tests, 
standardized test scores, work and activities 
histories, and biographical sketches. Measures 
of selection, according to the 1977 report of 
Selective Admissions in Higher Education, fall 
into four general categories: Administrative 
and education prerequisites, traditional indica· 
tors of academic competence, personal quali· 
ties, and background characteristics.3 Back-
ground characteristics have been at the 
forefront in recent years due to "affirmative 
action" criteria. Admission standards have 
been historically most rigidly employed in the 
decision making process as to who is to be 
selected for admission into medical and legal 
training programs. The Bakke case baa as its 
essential issue whether and under what 
circumstances, race can be utilized as a 
criterion for electing individuals for admission 
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to any educational institution. The report of 
the Carnegie Council on Policy Studies in 
Higher Education in its discussion of the Bakke 
case went on to say: "There are also 
far-reaching implications with respect to the 
general conduct of college admissions; for 
example, what types of selection measures can 
be used, what procedures are necessary to 
insure equity, and on what grounds is the 
process validated and justified?"4 
Decisions as to whether to retain a person in a 
teacher training program and/or to graduate 
individuals from a teacher education program 
have as their bottom line the assessment of 
whether that individual possesses the compe-
tencies required to effectively teach someone 
else. Competency-based teacher education 
programs have resulted from literal acceptance 
of this bottom line. The state of New York 
mandated that by September 1, 1973 all new 
teacher training programs were to be compe-
tency and field centered; Texas ruled that 
competency-based programs were the only 
certification route acceptable. According to 
Mary Bear, 1975, thirty-two other states were 
encouraging competency-based programs as 
being an innovative alternative to traditional 
teacher training.5 Competency-based educa-
tion assumes that it is known just what 
competencies an individual must possess if 
he/she is to teach another individual and that 
these competencies can be assessed. The Far 
West Laboratory for Educational Research and 
Development, undertaking development of an 
assessment system for competency based 
education, concluded that "there seems to be 
no commonlyaccepted approachtodeveloping 
competence assessment instrumentsi in fact, 
there is not even any commonly accepted 
definition of 'competence'."6 
Certification is traditionally a state level 
concern. In the state of Illinois, the state gives 
approval to certain University or College 
teacher training programs and th- schools 
are then allowed to provide individuals 
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completing their approved programs with 
cards of entitlement. These cards qualify the 
receiving persons for state certification in 
the areas for which they have completed the 
approved program. The state of South 
Carolina requires that in addition to completion 
of an approved program, candidates for 
teacher certification in their state must pass a 
state developed teaching screening test. The 
right of the state to do this was upheld by a 
January 1978 United States Supreme Court 
decision. On the heels of Florida legislation 
requiring the testing of public school students' 
reading and writing competencies, a bill was 
introduced in the Florida House of Represent-
atives in January of 1978 to require testing 
teachers for competency every five years 
starting in 1979. In February of 1978, Missouri 
State Commissioner of Education, Arthur 
Mallory, proposed that teachers certified to 
teach in Missouri be required to have a grade 
point average of 2.5 on the 4-point grade scale. 
A study by Michael E. Hickey, University of 
Washington, conducted under the auspices of 
the United States Office of Education, exam-
ined the behaviors of school administrators at 
the juncture of selection of teachers to teach in 
their respective school systems. Hickey found 
that the extent to which administrators 
utilized available information on an applicant 
or the extent to which the administrator 
sought out additional information depended on 
the cost and risk involved in the decision. If 
using or seeking information did not increase 
cost, it was used and/ or the greater the risk, 
the more information that was used or sought. 7 
The National Conference on Studies in Teach-
ing pointed out that since teacher selection is a 
two-stage process with second stage being 
hiring, that hiring can be divorced from the 
first stage of admission to a teacher education 
program. 
"Thia two stage procedure creates 
many problems alnce a meuare of 
the ultimate criterion of job suc-
cess cannot be readily ascertained 
for individuals entering a training 
program. New teachers do not 
enter the same school system, and 
teaching conditions and attributes 
differ widely from one school 
district to another. Furthermore, 
questions of supply and demand 
enter the picture. For a number of 
reasons, insuring an adequate 
supply of potential teachers at the 
college level does not necessarily 
meao that demand can be met 
appropriately in each and every 
school. Foremost is the fact that 
hiring is not centralized across 
districts or regions. Even if there 
were central staffing in the state 
or region, individual preferences 
[ of the diverse systems or 
hiring officials) would create 
imbalance between supply and 
demand."8 
Hiring is a very subjective process. It is 
frequently based on what the hiring official 
views as a better teacher or ways to provide 
improved learning. These views may not 
necessarily be the same as those held by the 
designers of the teacher education programs as 
they endeavor to produce better teachers who 
are able to provide improved learning. 
SURVEY DESIGN AND PROCEDURES 
Thorough scrutiny of selection and retention 
procedures at the university level was deter-
mined to be most effectively discernible given 
the context of what other universities and 
colleges are doing nationwide. The research 
problem therefore was that of ascertaining 
what criteria universities and colleges, nation-
wide, are utilizing to make selection and 
retention decisions. A survey questionnaire 
and a research population were consequently 
of essence. 
Inquiries to the National Institute of Educa-
tion and Nexus, an educational information 
nehvorl<-, revealed that there were no perti-
nent, previously developed, survey instru-
ments appropriate to determining selection 
and retention procedures. The survey of 
related research and literature hence provided 
the fabric for development of the survey 
questionnaire, which was composed of four 
sections (A, B, C, and DJ, asking specific 
questions about the four points at which 
decisions regarding selection and retention are 
traditionally made: Admission to the teacher 
education program, retention in the teacher 
education program, graduation from the pro-
gram, and certification or licensure to teach. 
Instruments and procedures utilized by the 
schools and examined by the questionnaire 
included: Self-report questionnaires; bio-
graphical forms; tests of aptitude and know-
ledge; school grades; structured interviews; 
measures of values, attitudes, and personality 
characteristics; and letters of reference. 
The population, nationwide in composition, 
was comprised of two subgroups. The first 
group was a random sample and the second 
group a sample of schools most like Eastern 
Illin0is University in respect to the diverse 
teacher education programs and degrees 
offered. The Postsecondary Education, Edue-
ation Directory, Colleges and Universities, 
published under the direction of the National 
Center for Education Statistics, was the 
medium for population determination. The 
random sample was arrived at by selecting 
every tenth school listed in the directory. The 
schools are listed by states so the resulting 
subgroup was representative of schools from 
each of the states and territories of the United 
States. By virtue of culling out every tenth 
school listed, a subgroup equivalent to ten 
percent of the Universities and Colleges 
nationwide was formed. As a point of 
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procedure to insure that the schools offered a 
four year program. if the tenth school was not 
denoted as a four-year institution, it was 
deleted and the next noted four-year school 
was included in the subgroup. The directory 
listed 1,914 four-year institutions; thus, the 
random sample subgroup numbered 191. 
The subgroup, composed of schools most like 
Eastern in terms of degrees offered and viable 
teacher education programs, was winnowed 
out through school-by-school perusal of de-
grees and teacher education programs offered. 
The resulting subgroup numbered 163. The 
total population surveyed was 354, the equiva-
lent of 18.5 percent of four year institutions in 
the United States and its territories. 
The survey questionnaire was mailed out, 
with self-addressed return envelopes, and a 
cover letter, to the population of 354 institu-
tions on December 1, 1977. Each questionnaire 
was directed to the respective deans of the 
schools of education and was given a code 
number to facilitate discerning which subgroup 
the responder belonged to for data analysis 
purposes and to enable survey results to be 
sent to schools requesting that information. 
The survey questionnaires returned subse-
quently were to be analyzed as a total 
population and by subgroup, thereby providing 
information as to teacher education selection 
and retention procedures nationwide and 
appropriate to the process of comparing 
Eastern Illinois University's procedures with 
similar institutions' methods. 
ANALYSIS OF SURVEY RESULTS 
Three hundred fifty-four questionnaires 
were mailed and two hundred were returned. 
This represents a 56 percent return. One 
hundred and three of the universities and 
colleges · most similar to Eastern Illinois 
University returned their questionnaires; this 
is a 63 percent return. Analysis of survey 
results, by necessity, is comprised of two 
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components: A descriptive element and a 
comparative analysis. The descriptive aspect 
of the analysis, detailed in this article, is based 
on the data accumulated by tabulating what 
the entire responding population of two 
hundred schools indicated they were doing 
regarding selection and retention of persons in 
their teacher education programs. The 
comparative element looks at what the 
responding schools most like Eastern, number-
ing 103, reportedly are doing and can be 
obtained by requesting a copy of the complete 
report from the Editor of this Journal. 
Perusal of the composite data of what the 200 
universities and colleges nationwide are doing 
in selection and retention of teacher education 
candidates at the four diverse points of 
decision making provides descriptive kno, 
ledge. The Statistical Package for the Social 
Sciences computer analysis carried out by the 
Computer Center of Eastern Illinois University 
provided item analysis of responses, absolute 
frequency, relative frequency, adjusted fre-
quency, and cumulative frequency. The 
adjusted frequencies will be discussed, unless 
otherwise noted. 
A. Admission to Teacher Education, 
Nationwide: Descriptive Data 
In respect to "Admission to Teacher Educa-
tion," Part A of the survey questionnaire, the 
responding population composite data provides 
information as to how universities and colleges 
nationwide are determining who will be 
admitted to their teacher education programs. 
Of the 200 schools, 93.5 percent responded that 
their schools had a program of admission to 
teacher education. 
1. Quota System 
A quota system was employed in 
only 4.8 percent of the 93.5 
percent of schools which had a 
program of admission to teacher 
education. The imposed ']Uota in 
75 percent of the institutici1.':i using 
a quota system was a result of 
determinin~ "a number of stu-
dents based on number of staff 
members." 
2. Grade Point Average 
The students' grade point aver-
age was utilized by 96.8 percent of 
the institutions with a program of 
admission to teacher education. 
The grade point average is used in 
combination with other criteria iu 
94.4 percent of the 96.8 percent of 
the total responding population. 
Only 5.6 percent of the schools 
used grade point as the sole 
criterion for admission to the 
teacher education program. A 
grade point average of 2.0 - 2.15 
was required by 41.2 percent of 
the 96.8 percent; a 2.2 - 2.45 grade 
point was mandated by 38.8 
percent. The grade point in 87.6 
percent of the schools reflected 
"overall university grade point 
average." In the case of transfer 
students, the grade point average 
was a composite of all college level 
work in 68.2 percent of the schools 
which utilized grade point average 
as a criterion for admission to the 
teacher education program. 
3. Entrance Point Criteria 
The largest percentage of scho-
ols, 27.3, consider students eligible 
for admission to the teacher 
education program upon comple-
tion of the hours equivalent to two 
years' full-time work. More than 
tv. 1 years' work is required by 
oniy 10.8 percent of the institu-
tions; less than two years' full-time 
work is required in 61.9 percent. 
Language proficiency is consi-
dered in the decision making 
process of admission to teacher 
education in 77.5 percent of the 
93.5 percent of the schools. 
Successful completion of an Eng-
lish composition course (success 
being denoted by a grade of "C" or 
better) was the method utilized by 
the greatest majority of respond-
ers. 75 percent, to ascertain 
language proficiency. Other meth-
ods used by more than 50 percent 
of the group were: Proficiency 
test of written language skill 
usage. 72.5; successful completion 
of Speech Communication course, 
success being denoted by a pass-
ing grade, 51.5; and successful 
completion of Speech Communica-
tion course (success being denoted 
by a grade of "C" or better), 59.4. 
4. Additional Criteria 
Speech, hearing, and health were 
additional factors considered for 
admission to teacher education -
speech and hearing in 75 percent 
of the schools and health in 68.6 
percent, 
Interviews were utilized as an 
admission criterion by 53.8 per-
cent of the institutions. Inter-
views were used in combination 
with other criteria by 100 percent 
of the 53.8 responders. Responsi-
bility for interview was given to a 
group of faculty members repre-
senting all spectrums of teacher 
education programs offered within 
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the university by 32.9 percent of 
the institutions. The "Counseling 
and Testing Service" was given 
the interview responsibility in 
25.9 percent; a group of faculty 
members from the student's 
pre-specified major department 
had the responsibility in 24. 7 
percent of the 53.8 percent using 
interviews. A consensus of opin-
ions of those interviewing was 
used following the interview by 
80.2 versus only 27.4 percent who 
utilized a rating sheet to arrive at 
a consensus recommendation. 
5. Standardized Test 
A standardized test score was 
employed as a criterion for admis-
sion to teacher education by 23.1 
percent of the schools nationwide. 
Of these 23.1 percent, 97.6 used 
the test in combination with other 
criteria and 2.4 percent utilized 
the test as a possible substitute or 
option for other criteria. The ACT 
was employed at 66. 7 percent of 
the 23.1 percent using a standar-
dized test; the SAT was used by 
46.8 percent; Minnesota Teacher 
Attitude Inventory, 21.4 percent; 
and Sequential Tests of Educa-
tional Progresa, 8.3 percent. Use 
of a specific standardized test 
score was required by state man-
date in only 15.9 percent of the 
23.1 percent of the schools using a 
standardized test. 
6. Measures of Values and 
Personality 
Measures of values and persona-
lity characteristics were relied 
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upon in combination with other 
criteria by 43. 7 percent of the 
responders. Measures employed 
by these schools included: a 
structured interview by 55.7 per-
cent of the 43.7 percent; a stand-
ardized test by 24.1 percent; and a 
test developed within a given 
university by 2.0 percent. 
7. Self-reports, Autobiographical 
Forms, or Biographical Forms 
Of the responders who had a 
program of admission to teacher 
education, 52.2 percent utilized 
self-report questionnaires, autobi-
ographical forms, and/ or biogra-
phical forms in the decision mak-
ing process. Self-report question-
naires were used by 63 percent 
and biographical forms were em-
ployed by 70.9 percent. 
8. Letters of Reference 
Letters of reference were relied 
upon as pre-selection data prior to 
admission of a candidate to teach-
er education by 41.8 percent of the 
institutions. Of these 41.8 per-
cent, 68.5 percent required two or 
three letters; 17 .8 percent requir-
ed one letter; and 13.7 percent 
required four or five letters. 
B. Retention In Teacher Education Program, 
Nationwide: Descriptive Data 
In Regard to "Teacher Education: Retention 
in Program," Part B of the survey question-
naire, the responding population composite 
data provides information as to how universi-
ties and colleges nationwide are deciding who 
will be allowed to continue in their teacher 
education programs. Of the 200 schools, 93.5 
percent of the nationwide population respond-
ed to the questions concerning retention in the 
teacher education program. · 
1. Grade Point 
In making retention decisions, 
maintenance of a given grade 
point average was required for 
students in teacher education 
programs at 91.5 percent of the 
93.5 percent responding institu-
tions. Grade point average was 
the sole criterion in 8.2 percent of 
the schools. whereas 91.8 percent 
of the schools used grade point 
average in combination with other 
criteria. Assuming a 4.00 scale, 
39.6 percent required mainten-
ance of the grade point to be no 
lower than 2.0 - 2.15; 39.6 percent 
required it to fall in the range of 
2.2 - 2.45; 16.2 percent, 2.2 - 2.70; 
1.9 percent, 2.75 - 2.99; and 3.0 or 
better asked by 2.6 percent. This 
grade point wa.s that of overall 
university work for 80.6 percent. 
Students' major area of study 
grade points were viewed by 9.2 
percent and 10.2 percent looked at 
course work within students' teac-
er education program. 
2. Competency Criteria 
Of the schools responding who 
had a teacher education program, 
38.7 percent used attainment of 
given competency criteria as a 
basis for a student to be retained 
in the teacher education program. 
These competencies were decided 
within the faculty of education in 
65 percent of the institutions 
employing competency criteria. 
In 21.2 percent, the competencies 
were designated within the stu-
dent's major department. Criteria 
were to be met in pre-student 
teaching and student teaching 
situations, combined, in 69.7 per-
cent of the schools; 22.5 percent 
required criteria to be met in 
pre-student teaching situations; 
and 7.9 percent required criteria 
be met in student teaching. 
3. Instructor Input 
Instructors of courses gave in-
put, beyond grades, into retention 
decisions in 85.6 percent of the 
colleges and universities with 
teacher education programs. In-
structors' evaluations were in the 
form of verbal statements to an 
appropriate authority 85 percent 
of the time and in the form of 
written statements to an appro-
priate authority 91.6 percent. 
4. Enrollment in Courses 
Students were allowed to take 
professional education courses 
without formally being admit-
ted to the teacher education 
program in 66.1 percent of the 
schools with teacher education 
programs. In 33.9 percent of 
the schools students were not 
allowed to take professional 
education courses without be-
ing formally admitted to the 
program. 
C. Gnduation from Teacher Education 
Program, Nationwide: Descriptive Data 
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Information as to the criteria used by 
universities and colleges nationwide in the 
decision making process of who is to be 
graduated from a teacher education program 
was provided by analysis of responses to "Part 
C" of the questionnaire, "Graduation from 
Teacher Education Program." Of the two 
hundred schools, 93.5 percent of the nation-
wide populations responded to questions 
concerning criteria utilized to decide whether 
or not a student is to graduate from a teacher 
education program. 
1. Grade Point 
In making the decision as to 
whether a student is to graduate 
from the teacher education pro-
gram, a student's grade point 
average entered in at 97.9 percent 
of the responding institutions. 
Grade point average was the sole 
criterion for graduation from the 
teacher education program in 17 .2 
percent of the schools; 82.8 per-
cent looked at grade point average 
along with other criteria. The 
student's overall university work 
grade point average was consid• 
ered in 86.6 percent of the 97 .9 
percent looking at grade point in 
respect to graduation; 3.1 percent 
looked at grade point in major 
area of study; and 10.3 percent, 
grade point for coursework within 
teacher education program. The 
range in which grade point aver· 
age was required to fall, assuming 
a 4.00 scale, was diverse: 46.1 
percent required 2.0 - 2.15; 30.9 
percent, 2.2 - 2.45; 19.4 percent, 
2.5 - 2.70; 1.2 percent, 2.75 - 2.99; 
and 2.4 percent, 3.0 or better. 
2. Standardized Test Scores 
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Standardized test scores were 
used as a criterion for graduation 
from the teacher education pro• 
gram in only 8.5 percent of the 
surveyed schools. Of the 8.5 
percent, 91.5 percent used the test 
score as one of several criteria. 
Different tests were utilized: The 
National Teacher Examination 
was used by 69.2 of the 8.5 
percent; Sequential Tests of Edu-
cational Progress, 12.5 percent; 
and Minnesota Teacher Attitude 
Inventory by 11.1 percent. Use of 
a specific standardized test score 
was required by state mandate in 
17.0 percent of the 8.5 percent 
using standardized test scores in 
the graduation decision making 
process. 
3. Measures of Values and 
Personality 
Measures of values and persona• 
lit y characteristics were used in 
the decision making process as to 
whether a student was to grad-
udate from the teacher education 
program in 23.9 percent of the 
institutions. In only 2.2 percent 
was a measure of values and 
personality characteristics used as 
a sole criterion for graduation 
from the teacher education pro-
gram. A range of measures was 
used: A structured interview was 
utilized by 72.4 percent; a stand-
ardized test, 17.6 percent; a test 
developed within the university 
by 16.7 percent; and other mea-
sures by 76.9 percent. 
4. Competency Criteria 
Completion of competency cri-
teria was an exit requirement in 
49.2 percent of the schools with 
teacher education programs. 
These competencies were agreed 
upon within the faculty of educa-
tion in 63.4 percent of the schools; 
a state body in 5.6 percent; within 
the university at large, 11.3 per-
cent; and within specific depart-
ments, 19.7 percent. 
5. Literacy 
A given level of literacy was 
required by 50.5 percent of the 
schools before a student graduat-
ed from the teacher education 
program. A literacy test was used 
as a sole criterion by only 5.6 
percent of the 50.5 percent. The 
levels of literacy were determined 
in a variety of ways and combina-
tions of ways; 92.8 percent used a 
specific course grade in some way; 
36.8 percent, a standardized test; 
72.7 percent, a test developed 
within the university; and 14.8 
percent, a state developed test. 
Literacy tests employed a mea-
sure of reading ability in 7 4.2 
percent of the schools and a 
measure of written language skills 
in 92.7 percent. Use of the 
measure of literacy was mandated 
by the state in 11 percent of the 
50.5 percent using literacy mea-
sures. 
D. Certification Nationwide: 
Descriptive Data 
In 51.1 percent of the colleges and universities 
nationwide who responded to the survey (200 
total), a person who graduated from the 
teacher education program automatically re-
ceived certification or licensure to teach. In 
48.9 percent, specific criteria were used to 
decide if a person was to be certified after 
he/she was graduated from the teacher 
education program. 
1. Grade Point 
A given grade point average was 
required before a student was 
recommended to be certified in 
81.8 percent of the 48.9 percent of 
schools who did not automatically 
certify people to teach upon 
graduation from the teacher educ-
ation program. Grade point 
average was considered along 
with other criteria in 94.4 percent 
of the responding schools: The 
grade point average was that of 
overall university work in 93.8 
percent of the institutions. The 
range of required grade points 
was diverse: 49.5 percent of the 
81.8 percent required between a 
2.0 - 2.15 on a 4.00 scale; 31.2 
percent, 22 - 2.45; and 19.4, 2.5 -
2.70. 
2. Standardized Test Scores 
Standardized test scores were 
used as a criterion for certification 
in only 6.1 percent of the schools. 
The National Teacher Examina-
tion was used by 53.3 percent, a 
state level developed test in 9.1 
percent, and 37.6 percent failed to 
indicate what standardized test 
was used. Use of a test score was 
required by state mandate in 31.4 
percent of the cases. 
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3. Measures of Values and 
Personality 
Only 28.9 percent relied on 
measures of values and personali-
ties in the decision making process 
of whether or not to certify an 
individual. A variety of measures 
was used singly or in combination; 
62.5 percent used a structured 
interview; 6.7 percent, a test 
developed within the university; 
and 73.1 percent used other mea-
sures. 
4. Competency Criteria 
Competency criteria were used 
by 42.3 percent of the universities 
and colleges who did not automat-
ically certify teacher education 
graduates. In 67.6 percent of 
these cases, competency criteria 
were agreed upon within the 
faculty of education; 16.2 percent, 
a state body; 2.7 percent, within 
the university at large; and 13.5 
percent, within specific depart-
ments. 
5. Literacy 
In 46.6 percent of the 48.9 
percent of the schools who did not 
automatically certify students up-
on graduation from the teacher 
education program, a given level 
of literacy was required before a 
student was recommended by the 
university for certification. The 
literacy test employed was a 
measure of reading ability in 75 
percent of the schools and/ or 
written language skills in 92.5 
percent. This measure of literacy, 
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as a criterion for certification, was 
mandated by the state in only 9.8 
percent of the 46.6 percent of the 
schools and a state developed test 
was used by only 21.4 percent. 
E. General, Nationwide: 
Descriptive Data 
The final part of the questionnaire was 
concerned with general aspects of selection and 
retention techniques. Of the 200 schools 
surveyed, 58.9 percent replied that they had 
standardized the collection, selection, and use 
of all forms of data utilized at any one of the 
four selection and retention points. Of the 
responding schools, 23.2 percent said that they 
had done empirical research to demonstrate 
the validity and usefulness of the kind of 
information they gathered and used, and 15.1 
percent responded that they had undertaken 
empirlcai research to demonstrate how statist-
ically accurate the data gathered was in 
forecasting and identifying actual teaching 
performance. 
In 36.2 percent of the institutions, student 
teaching was evaluated through a pass-fail 
system combined with a narrative evaluation 
and/or a checklist; 20.7 percent gave letter 
grade only; 15.5 percent, pass-fail only; 27.6 
percent, letter grade and a narrative evalua-
tion and/or checklist. In 22.4 percent of the 
schools, no one had failed student teaching in 
the past year. A diversity of semester hours 
credit in student teaching was required: 6 • 7 
hours by 25 percent; 8 hours, 20.2 percent; 9 
hours, 7.7 percent; 10 • 11 hours, 19.6 percent; 
12 hours, 16. 7 percent; 13 . 14 hours, 1.2 
percent; 15 hours, 4.8 percent; and more than 
15 hours by 4.8 percent. 
The number of pre-student teaching clinical 
experience hours likewise varied: less than 50 
hours, 33.3 percent; 50 or more but less than 
75, 30.2 percent; 75 hours to 99 hours, 14.5 
percent; 100 hours, only 2.5 percent; but over 
100 hours was required by 19.5 percent. 
If the end product of this research is that 
teacher training institutions will be better 
prepared to make needed decisions as to 
selection and retention procedures in teacher 
education, then it would seem appropriate that 
the next step would be thorough study of the 
.entire report by individuals in positions of 
responsibility and authority. Given study of 
what is currently being done nationwide in 
colleges and universities offering teacher 
education programs, accomplishment of a 
common purpose in selection and retention 
should be enhanced by the development of 
improved procedures for achieving that pur-
pose in a fair and effective manner. 
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The Governance of Teacher Education. 
M. L. Cushman. Berkeley, California: Mccutchan Publishing Corporation, "1977. 296 pp - Reviewed by Norm<1n J 
Bauer, Professor, Division of Educational Studies, State University College of Arts and Sciences. Geneseo. New York 
No more serious task confronts a free society 
than the selection and preparation of teachers 
for its public schools. This is a taak which 
entails, explicitly or implicitly, theories of 
human nature, value, knowledge and practical 
competencies. The institutional structures 
within which these theories are debated and 
resolved largely determine the content and 
form of any preparatory programs which are 
developed. 
The Govenw,ee of Teadier Education pro-
vides a descriptive examination of institutional 
structures and the processes of governance of 
Teacher Education aa it is found today in 
higher education. Its purpose is to provide 
"some perspectives so that the political process 
will result in desirable educational policy" (p. 
235). "Governance", is defined by Dean 
Cushman as "a sociological process: the 
interaction among human beings by which 
decisions leading to action are reached" (p. 41). 
Three significant conclusions about this pro-
cess may be extracted from the wealth of 
information which Dean Cushman includes in 
his work. 
First, governance of teacher education has 
been inadequate because the one segment of 
the teacher profession that ought to be held 
accountable for the preparation of teachers, 
the university-based teacher education unit, 
has not had the power to control its 
prep&ratory programs. 
Two, a major goal of teacher education today 
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must be the resolution of the controversy 
regarding its governance. This is both 
extremely important and exceptionally diffi-
cult because of three forms of intervention 
which have begun to reveal themselves in 
higher education: the NEA's state professional 
practices commission which would dictate the 
scope and nature of campus-based teacher 
educationi the determination of local schools to 
dictate policy for student teaching through 
professional negotiations with school boards; 
and the demands of minority groups that 
teacher preparation be oriented to their unique 
needs. 
Three, teaching and teacher education in 
institutions of higher learning continue strug-
gling to establish themselves as a profession. 
Indeed, the preparation of teachers and school 
personnel ge~erally continues to be considered 
by many as somewhat beneath the dignity of a 
university. 
In addition to these conclusions, one can, with 
careful reading, extract the following norma-
tive recommendations from Dean Cushman's 
work: 
1. Professors of education should 
have a.n academic specialization 
equivalent to the teachers of 
college freshmen and sopho-
mores in that specialization. 
2. Professors of education ought 
to set an example in teaching and 
In the pursuit of scholarship for 
students while they are in school. 
3. A major function of the college 
of education ought to be the 
coordination of the forces that 
affect teacher education. 
4. Students ought to be allowed 
to participate In the governance 
process. 
5. Accreditation of preparatory 
prognuru, by NCATE should be 
made compulsory. Tbooe insti-
tutions without accredited pro--
grams should get out of the 
business. 
6. Teacher preparation ought to 
remain on the university campus. 
7. An emauotive study should be 
made of the nature of federal 
intervention in higher education. 
Dean Cushman has performed a valuable 
service for Teacher Educ ators by focusing on a 
slightly studied and little understood phenom-
enon, the process of governance of teacher 
education. The vast array of individuals and 
groups who have an interest in the preparation 
of school personnel make it imperative that we 
enlarge our understanding about this process. 
The major contribution of his work to such 
understanding is not, however, its analytical 
treatment of the subject, or its normative 
recommendations, but rather its rich source of 
information about the governance process. 
Beyond the plentitude of his material, 
however, Dean Cushman's work fails in three 
ways to offer useful insight into the gover-
nance of teacher education: 1. imagination, 2. 
leadership, and 3. systems theory. 
Of the three, his failure of imagination is most 
significant; in a very real sense it encompasses 
the other two. One seeks in vain throughout 
his work for sny clear, developed image of the 
type of model of governsnce which would be 
likely to improve on the hodgepodge of 
organizational structures now evident through-
out teacher education. One is led to believe 
that simply by remaining connected with a 
university campus, as we have been during the 
past several generations, our governance 
structures automatically will improve. 
"Governsnce"implies leadership with its at-
tendant roles, expectations, needs and person-
ality styles. No mention is made, however, of 
the preparation for, or the type of leadership 
we ought to have administering teacher 
education units on college campuses. Inasmuch 
as such leaders are generally the ones who 
have most direct contact with other areas of 
the university, with the public schools, with 
significsnt societal groups, and usually are 
appointed institutional representatives to 
NCATE, it is nothing short of amazing that this 
administrative position did not receive detailed 
analysis. 
The final dra whack to Governance lies in its 
failure to capitalize on the lengthy citations 
from Robert Howsam's thought about systems 
theory with which it begins and ends. One is 
led to expect that the systems model will be 
employed later in the work as the framework 
within which the author integrates his ideas. 
Only occasionally, however, is systems theory 
referred to. In my judgment this is a 
significant omission, for the systems approach 
seems well-suited to developing sn appropriate 
normative model of the governance process in 
teacher education. It focuses attention on 
goals to be attained, the means to pursue them 
snd the process of evaluation snd adaptation. 
Indeed, only through a systems approach csn 
the complex interactive and adaptive aspects 
of the governance process in teacher education 
adequately be resolved. 
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Governing teacher education is an unmistak-
ably complex and demanding task. During our 
present phase of technical and valuational 
change, coupled with a rapidly dwindling 
population of people under twenty, it consti-
tutes one of the most challenging and 
important priorities for teacher educators. 
Dean Cushman's work focuses on a vital 
problem. Thoughtful and committed teacher 
educators will want to examine its contents 
carefully as they continue their efforts to 
improve the governance of the profession. 
36 PERCENT DECLINE IN CERTIFICATES ISSUED 
The number of Certificates Issued by the Illinois State Teacher 
Certification Board was at its peak in 1971-72. Since then there has 
been a 36 percent decline. Since 1973 there has also been a 25 
percent drop in the number of teacher education programs operating 
in the state, In 1973 there were 1,353 approved programs. This has 
now been reduced to 1,060 approved teacher education programs. 
In spite of the decrease, however, 21,714 Certificates were issued 
in the year from July 1, 1977 to June 30, 1978. This number, 83 less 
than the previous year, may be broken down as follows: 
EVALUATION ENTITLEMENT PROVISIONAL 
Administrative 144 1,255 
Early Childhood 101 76 
Elementary 2,588 3,667 166 
General 54 
High School 2,096 2,695 102 
Special 3,267 2,950 207 
School Service Personnel 531 287 
Substitute 1,253 
Provisional Vocational 94 
Temporary Provisional Vocational 35 
Transitional Bilingual 141 s 















MORE ON THE ISSUES: 
THE DECLINING SAT SCORES 
Editor's Note: 
During the past three years, actions and reactions of the states to minimum competency testing have done more to 
change the atmosphere of education than any other expression of the back~to-basics movement. The movement 
toward competency testing is detimte and clear and concerned professional organizations have taken strong, op-
posing positions on the issue 
The Council on Basic Education Bulletin has commented frequently on minimum competency testing and expresses 
the view that rn spite of evident limitations, the adoption of minimum competency standards and testing programs is a 
step m the right direction for public education. The National Council of Teachers of English, on the other hand, has 
opposed mm1mum competency testing by legislative mandate until it has been proved to be beneficial. 
During 19 7 7- 78, a furor over the fifteen-year decline in SAT scores was perceived by some to have important im• 
plicat1ons for the competency testing movement, smce it seemed to suggest that the measure of a c;;chool's success is 
its studenrs test scores. The controversy was caused by the 1978 NASSP publication entitled,"Suidelines for Im-
proving SAT Scores." 
For an mtrrguing "'pro and con" analysis of the content and implications of the NASSP report the reader should 
examrne the foflowmg two articles· "Guidelines for Good Education" was published in May, 1978, by the Council for 
Basic Education; 11 commends and endorse.s the NASSP Guidelines for being concise, definite, and sensible. In "The 
NASSP Guidelines for Improving SAT Scores: A Dramatic Abuse of a Testing Situation," John C. Maxwell cautions 
that. as a basis for change in curriculum or school practice, the NASSP Guidelines is a weak document 
GUIDELINES FOR GOOD EDUCATION 
Council for Basic Education 
725 Fifteenth Street, 




We warmly commend the National Associa-
tion of Secondary School Principals on the 
recent publication of Guidelines for Improving 
SAT Scores, and recommend it highly to our 
readers. Just about the only fault we find with 
this clearly written, instructive and useful 
monograph is the title, which suggests that 
"the name of the game" is test scores. That 
may be the name of the game nowadays, but 
CBE's concern-and, we trust, NASSP's-is 
education. 
Written by Scott Thompson and Nancy 
DeLeonibus of the NASSP Department of 
Research, the current study follows up the 
College Board's 1977 report (On Further 
Examination) and offers both an antidote to the 
gloom and a remedy for the confusion into 
which the "education community" has been 
plunged by those infamous declining SAT 
scores. It reminds us that in all the comment 
and commotion "one important factor bas been 
overlooked: The scores in some schools have 
not declined." And drawing on a canvass of the 
principals of 34 schools with stable or rising 
SAT scores, Guidelines plainly shows the 
conditions under which education flourishes. 
The schools included in the NASSP canvass 
are among those identified in one of the 
research reports prepared for the College 
Board's advisory panel. They represent every 
region of the nation and range in enrollment 
from under 700 to over 2,000. Some of the 
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schools are in "affluent, highly educated 
communities," and others are in "blue collar 
neighborhoods." Constant among them, how-
ever, "is a certain agreement about priorities 
for the college-bound students." 
Emphasis on academic subjects, rigorous 
standards of performance, and demanding 
requirements for graduation is one of the top 
priorities. Guidelines puts this cautiously, but 
puts it first.. "Considerable evidence exists that 
the SAT examinees from schools with steady 
or rising scores take more academic courses 
(e.g., mathematics, foreign languages, English, 
and physical science) than do examinees in the 
schools with severe decreases in SAT scores." 
One of the responding principals throws such 
caution to the winds: "I have always believed," 
says Lawrence Grant of Whitefish Bay High 
School in Wisconsin, "that the essence of 
anyone's education lies in developing through 
the basic disciplines (science, mathematics, 
English, and social studies in the main) ... The 
essence of future education is found in learning 
to relate to others, to understand how 
knowledge can be gained and used, how to 
inquire, how to conceptualize, etc. I continue 
to believe that the most basic disciplines, 
taught properly, are our hope for the future." 
Not surprisingly, English and mathematics 
head the list of basic disciplines. Traditional 
treatment of these subjects (together with 
resistance to mini-eourses) appears to be 
characteristic of schools which have held their 
own on SAT scores. A Virginia principal 
describes his school's English program as " 
'traditional' in format and content, one that 
places emphasis on expository writing skills, 
grammar and usage, vocabulary, and litera-
ture." A Connecticut principal says much the 
same: "There has been a strong emphasis on 
writing, grammar, spelling, vocabulary, and 
literature, and a movement away from experi-
menting with mini-courses." A principal in 
Pennsylvania sings the refrain: "Traditional 
instruction continued in English. We resisted 
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the trend to mini-courses and the resulting 
fragmentation in that area." Most of the 
principals strongly endorsed emphasis on 
writing, and "almost half of the NASSP 
respondents reported emphasis in mathe-
matics as an important factor in score 
stability." By and large, these schools have 
either required or persuaded students to take 
at least algebra and geometry, and have 
encouraged them to continue beyond. Guide-
lines asserts that "perhaps the most direct 
relationship between academic course enroll-
ment and SAT scores can be found in 
mathematics." 
Those who fear that t''_lphasis on basic 
subjects will put other subjects in jeopardy 
should be pleased by NASSP's assurance that 
"schools with good test score records can a l,::o 
provide intelligent options for students. That 
is, schools do not need to emphasize college 
preparatory courses to the exclusion of all else 
in order to provide a strong academic 
education." Effective counseling is reported to 
play an important part in planning individual 
courses of study. and, although the schools do 
not "track" students into broad programs 
(college prep, vocational, general), they do 
group them for specific subjects according to 
aptitude and prior achievement. 
The expectations and the experience of 
teachers were cited as important factors in 
maintaining SAT scores. One of the respon-
dents attributed his school's success (in part) to 
the fact that "expectation by the teachers has 
remained high." He went on to admit that "this 
sometimes hurts the average or below average 
student," but noted that "we have worked hard 
to improve that," and added--significantly--"yet 
we have held to standards." The same 
principal expressed concern about "some of the 
younger teachers." He asks rhetorically, "Are 
teachers willing to work in the same sense as 
we once thought they did?" Faculty stability 
was stressed by another, who said, "The fact 
that staff members were deeply involved with 
the development of the philosophy and total 
program and have remained in the school has 
been important to continuity and the achieve-
ment of instructional improvement." 
Although it goes without saying that the 
attitudes of students and parents have much to 
do with the success of any school, 80 percent of 
the principals in these 34 successful schools felt 
constrained to say that student, parent, and 
community outlook was critical. "The one 
factor most frequently mentioned by principals 
as contributing to good SAT achievement," 
according to Guidelines, "was student and 
parent attitude." The most telling of their 
comments indicate that students and parents 
with the right attitude were not limited to the 
rich and the well-born or confined to communi-
ties "made up of high-degreed, professional 
people." The principal of a lower-middle-class 
district said, "Many students are the first 
generation to go to college. This helps us 
because parents want better lives for their 
children and support the school's efforts in that 
direction." Another pointed to "a long 
established pattern of striving for academic 
success" in an "ethnically diverse" student 
THE NASSP GUIDELINES FOR 
IMPROVING SAT SCORES: ADRAMATIC 
ABUSE OF A TESTING SITUATION 
John C. Maxwell 
SLATE Newsletter 
National Council of Teachers of English 
1111 Kenyon Road 
Urbana, Illinois 61801 
September, 1978 
Prologue 
In 1977 a common topic in faculty lounges, 
body. Evidently upward mobility still has 
something to do with achievement in American 
schools. 
The exposition of the first 31 pages of 
Guidelines for Improving SAT Scores is 
followed by eight pages of actual guidelines for 
English, mathematics, ability grouping, coun-
seling programs, special preparation, students 
and parents, and professional staff. These are 
remarkably concise, definite, and sensible, and 
we endorse them virtually without qualifica-
tion. They should be of interest and value to 
teachers and parents, administrators and 
school boards-to everyone, In fact, who looks 
to our schools, public or private, to be the 
agencies of education. 
About the title, with which we found fault. 
Administrators who feel hard pressed to get 
those SAT scores up will understandably be 
drawn by it. We hope they don't overlook 
these two sentences on page 30: 
The scores are a by-product, not a narrow 
goal. They reflect expectations and effort, 
not wizardry. 
educational enclaves, and offices of newspaper 
editors was conjecture about the causes for the 
fifteen-year decline in scores on the Scholastic 
Aptitude Test. It was believed that identifica-
tion of causes could lead to modifications 
capable of reversing the decline that was, for 
some, an embarrassment to educators and the 
society. The most sophisticated and capable 
search for causes was a $500,000 investigation 
by the College Entrance Examination Board, 
which appointed a blue ribbon committee to 
conduct the search. In the process of its work, 
the committee commissioned twenty-six stud-
ies, each of which shed some light on the 
question of cause, On Further Examination 
(1977), the final report of the committee, 
chaired by former secretary of labor Willard 
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Wirtz, did not come to firm conclusions, 
suggesting cautiously that falling SAT scores 
derived from a complex of forces. 
Act I: Another Kind of Inquiry 
While this effort was under way, the 
National Association of Secondary School 
Principals (NASSP) commissioned an inquiry 
into the characteristics of schools which had 
had stable or rising scores during the time 
when scores in thousands of other secondary 
schools were falling. After securing the names 
of thirty-four high schools with stable or rising 
scores, NASSP sent a questionnaire to the 
principals and asked about program patterns, 
school and community attitudes, guidance 
programs, presence of courses preparing 
students to take tests, faculty inservice 
programs, testing conditions, and evaluation 
procedures. Principals were asked to identify 
"factors you believe have made a difference" in 
stabilizing or raising scores. Principals were 
urged to "give brief replies ... should you be 
pressed for time." The request was open-end-
ed, and principals could comment in any way 
they wished. 
In midwinter 1978, a slim booklet, Guidelines 
for Improving SAT Scores, authored by Scott 
Thompson and Nancy DeLeonibus of the 
NASSP staff, was published by the NASSP 
Department of Research. It echoed the belief 
of the thirty-four principals that their school 
programs did make a difference in maintaining 
or raising SAT scores. Said NASSP, "The 
schools who (sic) have maintained SAT scores 
at or above the 1965 level believe that 
college-bound students should face a moder-
ately stiff curriculum, be counseled as to its 
·value, be supported in its attainment, and be 
examined on its outcomes ... The causes of good 
test score outcomes are synergistic and not 
singular. The scores are a by-product, not a 
narrow goal. They reflect expectations and 
effort, not wizardy ... The 'difference' does not 
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come from a bag of new tricks. ::--Jor does it 
come from any one course or particular 
methodology ... (but) from a singular commit-
ment to academic achievement for the 
college-bound student." 
The final chapter included the following 
guidelines for English programs: 
College-bound students should enroll in an 
English class each year of high school 
The English curriculum should emphasize, 
but not be restricted to expository writing, 
language usage, vocabulary, and serious 
literature 
Reading should be extensive as well as 
intensive 
Writing should grow from the single 
paragraph to the five-paragraph theme as 
students improve their composition skills 
Every paper should be evaluated by a 
teacher and returned with appropriate 
comments 
Opportunities to write should be frequent 
and the papers relatively short. "Long and 
infrequent tomes are of dubious value" 
Electives should supplement, rather than 
replace, the main line English program 
English teachers should have a "solid 
background" in composition, and there 
should be inservice programs in composi-
tion for staff 
Schools should group students by ability in 
English, leading possibly to advanced 
placement or similar college courses 
Similar recommendations were made concern-
ing the mathematics program. Other guide-
lines stressed the development of skills in 
taking tests, as well as the important role of 
counseling in helping students attend to the 
significant task of taking the SAT. While not 
recommending that students take "test-prep-
ping" courses, the guidelines firmly recom-
mended that all participants in the educational 
process make a strong commitment to academ-
ic achievement. 
The NASSP guidelines were born of profes-
sional and public anxiety about the failure of 
the educational system, as gauged by a widely 
used and respected standardized test. When 
th(:- guidelines appeared there was, not 
st: r prisingly, widespread attention in the 
national media. The brevity of the report and 
th'='" darity of the guidelines lent themselves to 
commentary and editorials, to treatment in 
popular magazines, and to rapid dissemination 
thrci•Jgh the news wire services. While the 
authlrs cautioned that the guidelines "are not 
offered as a panacea because no easy formula 
exisis to what can only be the outcomes of 
seri,lllS learning over a period of time," this 
writer believes it is more than possible that the 
guidelines will be adopted by shoo! boards and 
administrators as a formula for ridding the 
schools and the nation of the pernicious 
app('arance of failure. 
T\\-o factors warrant attention to the guide-
lines and their development. The first is the 
prestige of the National Association of Secon-
dary School Principals and the power wielded 
by the thousands of principals to whom the 
report is addressed. The principals' respon-
siveness, coupled with their understandable 
sensitivity to the concerns of vocal parents of 
college bound students, may prompt changes in 
school programs in the coming year, along lines 
recommended by the NASSP report. 
Second, because it has some of thetrappingsof 
research and because it appears to be linked 
substantially with the serious and extensive 
research reports sponsored by the College 
Entrance Examination Board, the guideline 
recommendations may be interpreted by 
professional and public audiences as resting on 
proof supplied by sophisticated educational 
research. 
Act U: Enter John A. Black, Houoemaster 
A former member of the National Council of 
Teachers of English and a present member of 
the National Association of Secondary School 
Principals, John A. Black, was outraged by the 
NASSP guidelines. To him they flew in the 
face of respectable research techniques and 
came to conclusions unwarranted by the data. 
He began a one•man campaign to challenge the 
guidelines and expose them. Black, who had 
been named an NCTE Promising Researcher in 
1972, serves as Housemaster (or assistant 
principal) of Greenwich High School in Con-
necticut. He considered it imperative that the 
validity of the guidelines be investigated 
because he anticipated the influence which 
they might have. 
To examine the validity of the NASSP 
inquiry, he sent a questionnaire to chair• 
persons of English, mathematics, and guidance 
departments at the same thirty-four high 
schools named in the NASSP report. In 
addition, he wrote NCTE and officials of the 
American Personnel and Guidance Association, 
asking them for reactions to the N ASSP 
report. The first result of his efforts was 
indication from his own school administration 
that his questionnaire had begun to produce 
pressure from principals of some of the 
thirty-four schools, asking what Black was 
trying to do. A second result was a series of 
calls from one of the authors of the monograph, 
who sought to explain to Black that the NASSP 
study was "an informal survey" among 
principals of thirty-four schools, not a "study" 
in a research sense. To Black's assertion that 
newspaper reports in his area had frequently 
referred to the NASSP report as a "study," the 
author said that she could not be responsible 
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for the manner in which the news media 
represented the survey. 
The major result of Black's investigation was 
the finding that substantial numbers of school 
personnel had not been asked by their 
principals for their views when the original 
N ASSP survey form had been received. Some 
of the department chairs were of the opinion 
that the principal had not accurately stated the 
patterns and practices in their schools. A small 
fraction of those in the thirty-four select 
schools had never heard of the survey. While 
half of Black's respondents were in general or 
total agreement with the NASSP recom• 
mendations, 24 percent indicated some or total 
disagreement with the recommendations made 
for department programs. Another 24 percent 
had not seen the recommendations at the time 
of Black's survey and thus had no opinion. 
Act ffl: Enter Gary Echternacht 
When the authors of the NASSP document 
wanted to survey schools with stable or rising 
SAT scores, they went to the most relisble 
source of information, the Educational Testing 
Service, which produces the SAT and main-
tains data on user schools. They talked 
particularly with Gary Echternacht of ETS 
who had done a study of schools with such 
scores as part of the CEEB blue ribbon inquiry. 
In a spirit of cooperation but unaware of the 
uses planned for the information, Echternacht 
supplied the authors with the names of about 
fifty schools. 
When Echternacht later learned of the 
NASSP report and its recommendations, he 
was dismayed. In a Jetter to the editor of the 
NASSP Bulletin, Echternacht challenged the 
"basic premise" of the guidelines report: that 
is, that imitation of schools with stable or rising 
test scores would have a beneficial effect on 
schools with falling scores. In his original 
study which contrasted the two types of 
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schools, he said, "I concluded that there was 
little difference between the policies and 
practices of schools with declining score 
averages and those with steady score aver• 
ages. This is inconsistent with the common 
notion that homework improves achievement•-
it would be ridiculous for a school principal to 
suggest that by reducing homework that SAT 
score might improve." 
"Essentially," said Echternacht, "my conclu· 
sion was that the identifiable practices of the 
school played a small role in the SAT score 
decline .. .! would be willing to suggest that if 
the authors of 'Guidelines' had interviewed 
staff of schools with declining score averages, 
these schools would have reported exactly the 
same practices as the schools in the NASSP 
report." 
"Furthermore," said Echternacht, "by not 
having a declining score average, it is assumed 
that a school is, in some sense, outstanding. As 
you know, this is not true. A school might have 
done poorly in each of the years for which I had 
data. Nevertheless, because its performance 
was consistent • not outstanding but consistent 
• it would have been considered as having a 
steady SAT score trend. Conversely, an 
outstanding school may have a declining SAT 
score trend. Some of the schools in my 
declining score sample were outstanding 
schools. Their students still score significantly 
above average." 
Echternacht concluded his letter to the editor 
by stating: "In summary, while 'Guidelines' 
asserts popularly held beliefs, there is no 
evidence that the identified schools are doing 
anything different than schools which have 
experienced declining scores." He asked the 
editor for early publication of his Jetter to at 
least refute the suggestion that ETS or the 
College Board had collaborated with NASSP in 
preparing the guidelines report. 
The Echternacht Jetter was sufficient am-
munition for John Black to persuade Gene 
Maeroff of the New York Times to make note 
of the controversy surrounding the NASSP 
report, after interviews with Echternacht, 
Scott Thompson of NASSP, Blark and Robert 
Cameron of the College Board. On the other 
hand, an extensive article prepared by Black 
protesting the guidelines report was not 
accepted by The Nation on grounds it was "Lo 
specialized." Undaunted, Black has fired off 
copies of the article to the Washington Post 
and other newspapers. 
Denouement? 
In any drama, there is a time for falling action 
and resolution of the issues which have played 
at center stage. This narrative cannot predict 
the next events. The guidelines protested by 
Black and Echternacht have been reproduced 
and distributed by the thousands. It is more 
than possible that school programs, including 
English programs, may be markedly altered in 
some school districts. The trend of "back to 
basics" and the position of those who argue for 
a more conservative educational philosophy 
have been buttressed by the NASSP guide-
lines. While the guidelines may be correct in 
all respects (although that is unlikely), it is the 
gathering of the trappings of research around 
the guidelines which John Black has challeng-
ed. This narrative in part is warranted 
because it shows how one educator and his 
typewriter can challenge important institu• 
tions and get response. 
Epilogue 
I recommend that all persons interested in 
school programs arrange to secure copies of 
the NASSP Guidelines, examine it critically, 
and then prepare for the possibility that 
proposals for change in current programs may 
be forthcoming from administrators, from 
school hoard members, or from parents and the 
public. To the probable assertion that 
Guidelines is based on "research," you should 
feel free to use any epithet you wish, but 
"phooey" will do nicely. You may, for other 
reasons, find yourself in agreement with one or 
more of the recommendations in the NASSP 
report, but as a basis for change in curriculum 
or school practice, Guidelines is a weak and in 
some respects an indefensible document. 
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